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In this chapter, we will
Stephanie L. Carpenter and Margaret E. King-Sears
Johns Hopkins University
v discuss the importance of classroom assessment
v identify the purposes of classroom assessment and
suggest activities that address student performance
and instructional design in relation to each purpose
v present guiding/overarching principles of assess-
ment that should characterize all classroom assess-
ments
v describe approaches to classroom assessment and
examine ways that different approaches may be
C H A P T E R
used concurrently to provide different views i
student performance
v outline a step-by-step framework (APPLY) foi
veloping classroom assessments that both full
the purposes of classroom assessment and ad]
to the guiding principles
v examine the relationship between assessment ;
grade assignment for student performance
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ccountability for instructional programs and services for students with and with-
out disabilities is occurring at all levels of education . Globally, students in the United
States are being compared with students in other countries . Nationally, statewide as-
sessment practices yield results that allow comparison with students in other states, as
well as comparisons of students within different counties or districts in that state . Lo-
cally, administrators are concerned about how well students in their schools are doing,
compared with students in other schools . In the classroom, educators are focused on
how each student is progressing within the local school curriculum . For students with
mild to moderate disabilities, progress is also monitored. on goals and objectives speci-
fied on the individualized education program (IEP) . Moreover, the Individuals with
Disabilities Education Act (IDEA 97) requires students with disabilities to participate in
their state- or districtwide assessment of student achievement with no modifications or
with individualized modifications as noted on the IEPs . If the state/district assessment
is not appropriate for a student with mild to moderate disabilities, then the IEP content
must note why that assessment is not appropriate and how the student will be assessed .
Beginning teachers should consult their local and state guidelines to clarify how
state/district assessments are conducted, guidelines for modifications for the assess-
ments that would be appropriate for students' IEPs, as well as criteria for excluding a
student from the state/district assessment and what alternative assessment will be used
for that student .
Regardless of the level of accountability, the focus is on assessments that accurately
portray how well students are progressing in critical curriculum areas . In the midst of
pressures from different levels about accountability for students' progress, challenges
facing developing teachers include using formal assessment reports and the IEP to plan
instruction, deciding what to teach immediately, and linking assessment to both the IEP
and the instruction (curriculum and methods) . Beginning and developing teachers may
find that their immediate concerns are as follows :
•
	
What do I teach these particular students, starting tomorrow?
• How long should I spend on each area of instruction?
•
How will I know whether students have mastered the required competencies?
• What should I do if students have not mastered the required competencies?
• What should I do if students seem to be making only minimal progress?
•
What do I do when students seem to forget what they learned or don't continue to
use new skills consistently in a variety of situations?
• How do I know what to teach next?
Although these questions will be addressed throughout this text, the answer to each be-
gins with classroom assessments .
Beginning and developing teachers can demonstrate accountability by responding
proactively and reactively to assessing students with mild to, moderate disabilities in
special and general education classrooms
. Proactively, educators plan classroom as-
sessments that effectively monitor both their students' response to instruction and
their students' progress toward IEP goals and objectives
. Reactively, educators make
sound decisions about what to teach and how to teach on the basis of assessment re-
sults
. In this chapter, we examine aspects of classroom assessment that will assist de-
veloping teachers in using classroom assessments proactively and reactively, includ-
ing
: (1) purposes for assessment as related to the IEP and instruction, (2) overarching
principles that characterize meaningful classroom assessments, (3) various approaches
to assessing students' performance competencies, (4) a framework for developing
classroom assessments, and (5) the relationship between classroom assessments and
grading practices .
PURPOSES FOR CLASSROOM ASSESSMENT
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By understanding the purposes of assessment, beginning teachers are better prepared to
develop and use assessments that will provide functional, reliable, and valid information
that facilitates planning, guides instruction, and documents student progress . The type
of assessment administered is related to the purpose of assessment . Salvia and Ysseldyke
(1991) note the differences between norm-referenced tests and criterion-referenced tests .
Norm-referenced tests measure a student's performance in relation to the performance
of his or her peers . Eligibility teams often use norm-referenced tests to determine
the presence of a disability and whether students qualify for special education services .
Criterion-referenced tests measure a student's performance in terms of absolute mas-
tery of particular skills . Classroom teachers use criterion-referenced tests to help in plan-
ning instructional programs and monitoring students' mastery of skills . These "class-
room" assessments serve four primary purposes related to planning instruction and
documenting students' progress: (1) to identify students' entry-level competencies, (2) to
monitor students' performance during instruction, (3) to determine students' mastery of
competencies at the conclusion of instruction, and (4) to monitor students' maintenance
and generalization of competencies . Developing and beginning teachers can engage ina se-
ries of activities to accomplish these purposes as theybegin the academic year orbeginnew
units of instruction within the year for their students with mild to moderate disabilities .
Identify Students' Entry-Level Competencies
The first activity in classroom assessment is to identify students' entry-level competen-
cies i n order to plan for instruction . The domain of instruction must be known before
students' current competencies can be assessed and before purposeful instructional
planning can occur. This step in identifying students' entry-level skills is frequently
overlooked in descriptions of classroom assessment and may cause confusion for begin-
ning teachers . Beginning teachers may find that they are expected to teach, and that stu-
dents are expected to learn, skills and content that are not specified on the IEP but are en-
countered by students during a school day. IDEA 97 requires the IEP team to address
how the student's disability impacts involvement and progress in the general education
curriculum. As a result, beginning teachers must familiarize themselves with the general
education curriculum and ensure that instructional content (whether delivered by the
special educator in a self-contained classroom or resource setting, or via co-teaching with
the general educator) and, consequently, assessment includes general education curricu-
lum. The challenge for developing educators is to integrate several sources of informa-
tion, including the general education curriculum, to determine instructional domains or
units and then to assess students' current performance to provide a basis for planning
units of instruction (see Chapter 5 for detailed information on planning instruction) .
The domain or content area that will be targeted for instruction is determined by
considering a variety of information sources . Students with disabilities have IEPs with
annual measurable goals that indicate domains for instruction and short-term objec-
tives or benchmarks that indicate what students will do . Measurable IEP goals can be
written a variety of ways ; beginning teachers should follow their school systems' for-
mat, as the style and wording can vary within and across states . Two goal formats are
described here . The first format contains five components that summarize expectations
for student performance within given domains of instruction (see Table 4 .1 for exam-
ples of this format for goal statements) :
1 . Direction of the desired gain (e.g ., increase, decrease, maintain)
2 . Deficit area from which the student is operating (e .g ., reading, written language,
social skills)
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TABLE 4.1 Examples of Exemplary Goal Statements from IEPs
Direction
	
Deficit area Starting Point Ending Point Resource





Decrease inappropriate from an average
behaviors of five tantrums
per day










to the fourth-grade using direct
level as measured instruction
by Woodcock teaching
Reading Mastery methods .
test
to appropriately using functional
dealing with analysis and
frustrating situations social skills
without a tantrum training .
to reading ninety using peer
words per minute tutoring and
from a fourth-grade direct instruc-
reading list tion techniques .
to turning in all using self-
assignments management
techniques .
3. Starting point for instruction (typically, similar to the student's present level of
performance)
4. Ending point for instruction (level of performance the student is expected to attain in
a year)
5. Resources (instructional methods or techniques from which the student is most
likely to benefit, given the student's individual learning characteristics)
The second format for writing measurable annual goals is similar to the format
used for behavioral objectives, described later in this chapter
. For example, Bateman
and Linden (1998) recommend using verbs that are observable, a measurement guide, a
timeline, and information that clearly references the general education curriculum
when appropriate
: "By the end of the school year, Jeremy will be able to complete 85%
of multiplication and division problems correctly on the district math test" (p
. 135) .
When IEP goals are vague (e.g ., increase written language) or do not contain mea-
surable information (e.g., the student's current performance level in written language,
how written language increases will be measured, how written language can be linked
to general education curriculum), then teachers should use the available IEP informa-
tion to further develop more complete goal statements that do contain all components
for instructional information purposes. Teachers can conduct further assessments (typi-
cally, these are classroom-based assessments, such as those described in this chapter) to
determine where to start accomplishing the IEP goals
. The available IEP information
can help in both narrowing the possible curriculum areas and emphasizing the relevant
curriculum content .
Short-term objectives on IEPs are directly related to the goal statements in that the
objectives represent incremental and observable behaviors related to students' deficit
areas that will denote and promote progress and growth
. In this chapter, short-term ob-
jectives are conceptualized similar to benchmarks in that each represents sequential end-
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points for instruction ; IDEA 97 requires that short-term objectives or benchmarks accom-
pany each measurable goal on an IEP Consequently, the terms are used interchangeably .
Again, beginning teachers will need to find out how their school system prefers or re-
quires short-term objectives or benchmarks to be written, as formats may vary.
Short-term objectives or benchmarks may be written so that the timeline they refer-
ence is a unit of instruction (caution: this is typically more detailed information than re-
quired for an IEP, but excellent for planning instruction), a grading period (which may
be more realistic to find on an IEP, and also prompts teachers to review the IEP content
at the same time that teachers are reporting progress for students without 111's-which is
another IDEA '97 requirement), or a semester/half-year. Typically, a minimum of two
objectives are written per goal statement on the IEP Objectives describe sequences, or
benchmarks, from which progress toward accomplishing an IEP goal can be measured .
Exemplary IEP objectives contain information related to a student's observable behav-
iors, the conditions under which the behaviors should occur, and the degree or criteria
that indicate a mastery performance
. Each objective is assumed to refer to the student,
or "audience," for whom the IEP is written . Many teachers use "ABCD" as a reminder
when writing behavioral objectives :
• Audience : The student (other components of the objective explicitly address the
student's learning characteristics and instructional needs)
• Behavior: The observable action performed by the student (the performance
represents proficiency with the "content," ranging from low-order skills such as
direct recall [e.g ., spelling words correctly in a list] to high-order skills such as
applying the skill in a unique format [e.g ., spelling words correctly in a story])
• Conditions : The circumstances and/or materials used during assessment (the
condition describes what is given to the student to perform the behavior [e.g ., the
content of the materials or the type of instructional cues])
•
Degree: The criteria that indicate a mastery performance of the behavior (criteria
include such descriptors as percentage, number of steps/items/trials, and duration
that directly relate to the behavior and conditions portion of the objective)
Each of these parts (ABCD) is not merely required in exemplary behavioral objectives ;
their match to each other must be evident for objectives to have internal congruence, or
to make sense when used together (see Table 4
.2 for nonexamples of behavioral objec-
tives and why they are nonexamples) .
Given 25 problems, the student will write the correct 80% accuracy is not available with the number of problems in the
answer with 80% accuracy.
condition, which is 25; 82%, accuracy would be available . Clarify
the content of the 25 problems .
The student will improve written language .
Does not contain observable behavior, conditions, or
degree/criteria .
Given words to read in isolation, the student will
The stated conditions do not relate to the behavior . Specify how
answer comprehension questions appropriately,
the student will answer the questions : Writing is required in some
classes, and verbal answers are required in others . The type of
comprehension questions may also be important: recall, inferential,
prediction?
The student will accurately define social studies terms . The conditions are missing ; the way in which degree/criteria is
noted is ambiguous .
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TABLE 4.3 Examples of Well-Written Short-Term IEP Objectives
Conditions
Given 25 math computations on
basic addition and subtraction facts,
From memory when asked to
define a biology science term,
When given the opportunity to
perform a seven-step task,
From memory,
When given choices of tasks to
complete,
Provided with a job to complete
and a due date,
When faced with situations in which
criticism of performance may occur,
Observable Behavior
the student will write the correct
answer
the student will verbally identify a
definition
the student will perform* the task
the student will write the definition
to terms
the student will identify sequences
of task completion in priority order
the student will perform each function
the student will perform*
Criteria/Degree of Behavior
to 23/25 (92%) of the computations .
that includes the term's function and
relationship to the body system .
accurately with 7/7 steps .
correctly.
so that the first task, second task,
and so on are sequentially ordered .
so that the assignment is
completed by the due date .
in a socially acceptable manner.*
* NOTE : These behaviors need further description (refinement) to be accurately observed . In behavioral terms, this refinement is called an "oper-
ational definition of behavior" (ODB) . An ODB allows teachers to provide a sequence of observable behaviors that either exemplify or lead to the
objective; these ODBs provide educators with a terminology (e .g ., the "observable behavior") for succinctly identifying a behavior in the objective
and further describing the constellation of behaviors (e .g,, the sequence of behaviors that ultimately leads to the observable behavior) that the
objective is intended to communicate to others (e .g ., the student, parents, educators, and support personnel) .
Careful thought and analytic preparation of behavioral objectives are foundational
to preparing assessments for students with mild to moderate disabilities. See Table 4 .3
for examples of behavioral objectives that contain each component (e.g ., ABCD) and in
which the components make sense when used together .
Even when IEP goals and objectives are well written, they may not give sufficient
information for beginning teachers to plan instruction because of the influence of other
variables on day-to-day teaching . To have a comprehensive idea of the areas that
ause and Reflect 4 .1
Hypothetically, the goals and objectives on students' IEPs shoLild'serve as guides to provid-
ing instruction for students with disabilities . Beginning teachers may find, however, that
the IEP document does not give them enough information to begin daily instruction for a
number of reasons . First, during the time lapse between the writing of the IEP and the
start of instruction, students may either lose previously acquired, prerequisite skills or make
unexpected performance gains . Second, the goals and objectives may not address all areas
in which students are required to participate in school . Third, goal statements and objec-
tives may not be written in a way that clearly communicates expectations for students'
performance in specific, observable, and measurable terms . Any of these inconsistencies
between the IEP and expectations for students' performance in the educational setting will
result in teachers needing to gather additional information about their students' entry-
level competencies in relation to units or domains of instruction . Examine your students'
actual performance levels, the daily expectations for them in school settings, and the IEP
goals and objectives . Have your students' skills changed since the IEPs were written? Are
any expectations for what they must do in school not addressed in the IEPs? Do the JEP
goals and objectives clearly communicate what students should do? Your answers will in-
fluence your choice of instructional domains or units that you will teach first and for which
you will assess students' entry-level competencies .
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should be targeted for instruction, developing teachers should also keep in mind de-
sired life outcomes for all students (What do students need to be successful when they
transition from school to adult life?) ; expectations for students in school settings (What
basic skills do students need to be successful academically, behaviorally, and socially in
school settings?); and the curricula (materials, procedures, scope and sequence) used in
the school (What resources are readily available? What content do the same-age stu-
dents without disabilities experience in their classes?). Identifying areas to target for as-
sessment prior to instruction requires teachers to look at the "big picture ."
Once the domain or content area for instruction has been determined, teachers can
identify students' current performance competencies in the targeted domain prior to
beginning instruction . Informal inventories survey a sampling of key knowledge or
skills within the domain. Commercially prepared inventories are available for many
core achievement areas, including language arts, reading, and mathematics . These cri-
terion-referenced devices usually contain a wide range of developmentally based skill
sequences that provide educators "with lists of mastered and unmastered skills from
which strengths and weaknesses as well as potential instructional objectives can be in-
ferred" (Salvia & Ysseldyke, 1991, pp. 373-374) . Teachers may develop their own inven-
tories that correspond to the targeted domain and the local curriculum . The inventories
should still address a broad spectrum of skills, beginner and advanced, from each do-
main (see Table 4.4) . Because inventories provide a broad overview of students' perfor-
mance within the entire domain, pretests within specific areas provide the teacher with
more detailed information immediately prior to beginning a particular unit of instruc-
tion. These pretests can later be used as posttests . Similar to inventories, detailed
pretests are available for some commercially prepared curriculum materials, or teachers
may develop their own. The important feature of pretests is that they correspond to the
material that will be taught. Once assessment of students' entry-level competencies has
occurred, teachers can plan instruction that addresses the levels at which students per-
form independently, require instruction, and are frustrated .
Monitor Students' Performance During Instruction
The second activity in classroom assessment is to monitor students' performance dur-
ing instruction in order to guide instructional content and methods ; it includes deciding
how to measure performance and designing the assessment device, administering the
assessments, and responding to assessment results during future instruction . Prior to
beginning instruction, teachers should develop the assessment devices and determine
the assessment schedule that will be used to assess students' performance during in-
struction for both short-term and long-term goals and objectives . Short-term assess-
ments measure progress during a particular unit of instruction; they typically encom-
pass all the individual competencies taught within the lessons that comprise the unit .
Long-term assessments measure progress toward annual goals; they typically encom-
pass the major competencies taught within the units that comprise the annual goals .
The assessment device used for the pretest may be reused or adapted (shortened or pre-
sent different stimuli for the same skill) for performance monitoring . Between the onset
and conclusion of instruction for unit and annual goals, teachers should administer as-
sessments several times . Teachers who assess their students' performance consistently
and frequently receive timely indicators of whether students are making the desired
achievement gains and whether changes in instruction are warranted . (Chapter 5 cov-
ers the diagnostic teaching model, which details possible explanations for students'
lack of progress and strategies for adjusting instruction .)
Determine Students' Mastery of Competencies
The third activity in classroom assessment is to measure students' mastery of compe-
tencies at the conclusion of instruction in order to confirm the effectiveness of instruc-
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Reading Decoding (accuracy then fluency)
• letter recognition and letter sound correspondence
• sight vocabulary, phonics, and morphology
Comprehension
• paraphrasing (retelling orally or in writing) the gist of the passage
• recall and inference
• rate of oral reading
Mathematics Skill topics
• readiness skills, vocabulary, and concepts
• numeration and whole number operations
• fractions and decimals




• problem sets requiring computation
• word problems requiring selection and application algorithm
Skill difficulty variations
• number of steps in solution
• amount of extraneous information
• explicit versus implicit indicators of mathematical operation
Written Language Penmanship
• letter formation and rudimentary spelling
Content
• number of words written
• quality, sequencing, or coherence of ideas
• consideration of the audience
Style
• grammar (e .g ., subject-verb agreement)
• mechanics (e .g ., punctuation or sentence structure)
• word choice
Language Arts Skill topics
• alphabetization and spelling
• reference skills (e .g ., dictionary, phone book, newspaper)
• correspondence skills and filling out forms
Compiled from information in Salvia, J ., & Ysseldyke, J . E . (1991) . Assessment(5th ed .) . Boston : Houghton Mifflin .
tion and students' readiness to proceed to the next unit of instruction (for details, see
the discussion of the diagnostic teaching model in Chapter 5). Again, posttests may be
available with curriculum materials, may be developed by teachers, and may be a read-
ministration or adapted version of the pretest ; however, the "posttest" device should
correspond to what was taught .
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Monitor Students' Maintenance and Generalization of Competencies
The final activity in classroom assessment is to monitor students' maintenance and gen-
eralization of competencies in order to determine whether additional teaching is
needed. Maintenance refers to whether students remember what they have learned
after instruction for that content has stopped . For example, do students who demon-
strate mastery of addition and subtraction facts during the first month of school remem-
ber them in the second, third, or seventh month of school? Beginning teachers may find,
to their dismay, that students who performed at a mastery level on the posttest seem to
have forgotten how to add and subtract when they begin a unit on measurement . Gen-
eralization refers to whether students use what they have learned in one setting or situ-
ation in other settings and situations that are different from the original instructional
context. For example, do students who spell words correctly on . a spelling test also spell
those words correctly when they write paragraphs? Developing teachers are often dis-
appointed to find that students who perform skills in one context will not transfer use of
the skill or information to other appropriate situations . Thus, even after instruction has
ended for a particular unit, teachers should conduct follow-up assessments of students'
maintenance and generalization of previously mastered competencies .
PRINCIPLES OF ASSESSMENT
Educators can select from a variety of formats (paper-and-pencil tasks, spontaneous re-
actions, impromptu performances, writing samples) and systems (authentic, perfor-
mance, portfolio, curriculum-based) in developing and using assessments . Assessments
can cover a range of skills (word identification, concept formation, problem solving,
self-help, vocational), and the skills can represent content from different curricula (read-
ing, math, writing, social studies, science, social skills, work-related) . Assessments can
also occur in a number of settings (special education classroom, general education class-
room, work site, community settings) . Regardless of what skills are assessed, what cur-
riculum is being taught, where assessment occurs, or the type of assessment system
used, three principles guide assessment for students with mild to moderate disabilities :
1 . Critical skills are selected for assessment .
,2. Data are collected in a systematic manner .
3. Data on student performance are collected frequently .
Principle 1 : Critical Skills Are Selected for Assessment
Given the wide variety of skills (or outcomes or standards) taught in educational set-
tings, it is impossible to monitor each skill . Multiple student behaviors contribute to
students' progress in reading; varied work behaviors are needed for employees to re-
ceive a satisfactory job performance rating ; and several skills are executed when stu-
dents problem-solve in math. Teachers feel responsible for teaching and assessing a
wide range of skills, yet the logistics of conducting extensive assessments on each skill is
prohibitive : There is not enough time . Consequently, the first principle of assessment is
that items representing critical skills or skill areas (benchmarks) are selected for assess-
ment to serve as indicators of progress for a student within an instructional unit .
Although multiple objectives could be written and multiple assessments could occur
to monitor each instructional activity within a domain or unit, a more efficient use of
instructional time occurs when teachers select the critical skills, or key final skills, to
serve as guides or benchmarks . These benchmarks enable a teacher to note student
progress toward the original objective. In math, benchmarks might be student proficiency
and fluency with solving particular types of computations and solving multistep word
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problems. In reading, critical skills might be fluent identification of words with certain
types of patterns and answering recall and inferential questions about reading pas-
sages containing those words . A social studies curriculum unit might have critical
skills such as identifying and defining the vocabulary, recalling important sequences of
events, and discussing causes and effects of situations . For any content area of curricu-
lum or set of skills identified, it will be impossible to "micro-assess" every skill . Conse-
quently, teachers-as they apply their knowledge of and skills with pedagogy-target more
specific objectives that represent critical concepts or skills within the curriculum or unit of
instruction . Critical objectives represent the ending skills or concepts the teacher is teach-
ing toward during the unit of instruction, not each skill or concept the teacher is teaching .
Principle 2
: Data Are Collected in a Systematic Manner
Systematic data collection consists of using a predetermined plan for assessing students'
progress that produces reliable and valid indicators of students' mastery of instructional
objectives. Predetermination of instructional objectives is critical to systematic collection
of data. When behavioral objectives are specified in advance, teachers are able to plan rel-
evant instruction and assessment. Although a variety of activities may be used to accom-
plish any objective, the focal point during assessment remains systematic collection of
information on the objective, and not on extraneous or irrelevant information .
When teachers informally monitor students' involvement in academic activities
during instruction and students successfully complete those activities, some educators
claim that this form of observational information is sufficient for noting whether stu-
dents are acquiring the targeted skills . Fuchs and Fuchs (1984), however, found that
teachers' informal observation of students during activities does not necessarily pro-
vide reliable and valid information related to the lesson's goals and objectives; that is, some
teachers note that the student enjoyed the lesson or participated in the activity or was
able to get the answer correct when cues were given . Although this information is inter-
esting and can help guide the teacher about some aspects of instructional content and
contexts, it may not be an accurate or reliable indicator of students' mastery of the tar-
geted skills . Reliable and valid assessments produce results that dependably measure
the skills the teacher was intending to assess .
Reliability. Reliability refers to the extent to which assessment results are generaliz-
able. In other words, reliable assessments provide similar information about students'
performance competencies whether or not students are assessed with a different ver-
sion of the assessment (alternate form or internal-consistency reliability), by a different
person (interrater or interscorer reliability), or at a different time (stability or test-retest
reliability) . Although there are quantitative methods for determining the reliability of
assessments, beginning teachers may find it helpful to ask themselves three questions
related to the reliability of the classroom assessments they develop . Assuming no addi-
tional teaching or practice,
1. Will students perform similarly on a different version of the test that contains items
within the target domain?
2. Will another person (an instructional assistant, another teacher, a parent volunteer)
who scores the students' performance on the assessment device obtain the same
results?
3. Will students perform similarly (with similar levels of mastery) in the assessed area
if they are assessed again at a different time?
Each version of the test should contain a similar sampling of the skills being taught,
but not necessarily identical items. For example, to assess students' mastery of addition
operations that have two-digit addends requiring regrouping, teachers would provide
different sets of math problems each time, but each set should require students to per-
form the targeted computation skill
. In other words, the problem set, but not the com-
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putation skill, would vary from one test administration to the next . The extent to which
the different versions of the assessment require students to use the same skills is an in-
dicator of alternate form reliability .
The scoring guidelines for the assessment should be explicit enough that students'
scores would be the same if two (or more) people were to evaluate students' perfor-
mance. Interscorer reliability is easily obtained for factual items that have a clearly recog-
nizable right or wrong response, as in spelling, decoding, mathematical computations, or
direct recall of content. The more or less defined the range of acceptable responses, the
greater the variability among scorers may be and the less students may understand what
signifies a mastery performance . Explicit scoring guidelines are important so that stu-
dents understand the performance expectations and teachers know whether students
have mastered the objectives . The extent to which two people using the same guidelines
evaluate students' performance in the same way is an indicator of interrater reliability .
The way assessment items or components are presented should require that stu-
dents actually know the content or perform the skill in order to receive mastery scores .
If students' performance is highly variable from one administration of the assessment
to the next (in the absence of new teaching or practice), then variables other than the
targeted skills may be responsible for the performance variations, and the teacher can-
not be certain that students have attained mastery. The extent to which assessments re-
quire students to demonstrate a particular skill and reduce the opportunities for a
"chance" performance is an indicator of test-retest reliability .
Beginning teachers may be most concerned with interscorer reliability . Overall reli-
ability will be enhanced, however, when the content of assessments "is equivalent from
test to test or probe to probe ; [and] . . . test directions, kinds of cues or hints, testing for-
mats, criteria for correct responses, and type of score (for example, rates or percentage
correct) . . . [are] the same" (Salvia & Ysseldyke, 1991, p
. 557) .
Validity. Valid assessment means that the skills measured are indeed the skills pur-
ported to be measured. Salvia and Ysseldyke (1991) note that the validity of an assess-
ment is inferred from a variety of information, and they identify three interrelated types
of validity : content validity, criterion-related validity, and construct validity. Content
validity will be the primary focus of beginning teachers for the assessments they de-
velop. Salvia and Ysseldyke recommend evaluating three factors to determine content
validity: "the appropriateness of the types of items included, the completeness of the
item sample, and the way in which items assess the content" (p . 146)
. When assess-
ments require students to respond to content taken directly from the materials used
during instruction and to perform tasks similar to those encountered during instruc-
tion, content validity is seldom a problem . If students are taught strategies for solving
word problems and if the assessment requires students to solve similar word problems
for which the strategies are appropriate, then content validity should be satisfied . How-
ever, if students are taught strategies for solving addition and subtraction word prob-
lems only and if the assessment requires application of multiplication and division
strategies to solve word problems, then content validity is not satisfied . Furthermore,
the types of word problems selected need to include dimensions of content that are
faithful to the types of word problems originally selected for the instructional objective .
If the teacher intended the student to solve problems involving multiple steps and var-
ied computational skills, then the word problems used to measure that objective need to
include multiple steps and varied computations .
Gersten, Keating, and Irvin (1995) expand the technical features of validity to ini-
elude social and instructional validity . To ensure that assessment is valid for informing
instruction, they challenge researchers to "present evidence indicating that the assess-
ment information is in fact used by teachers as intended and that it results in improved
student learning" (p. 510) . Teachers who develop sound assessment practices, yet do
not use those results to make necessary changes in instruction, are not sufficiently ful-
filling the purpose of the assessment process : to guide teaching .
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Principle 3 : Data on Student Performance Are Collected Frequently
Frequent collection of data encompasses, at the very least, the use of pretests and
posttests . Pretests confirm that students know prerequisite information and do not yet
know the targeted content . Posttests confirm that students have learned the targeted
content. Yet, pretests and posttests do not inform the teacher how well students are
learning while the instructional unit is in progress . Teachers who wait until the posttest
to gather such critical information are missing timely opportunities to reteach content
in different ways during the instructional unit . Thus, data should be collected on sev-
eral occasions between the pretest and posttest dates, especially for students with spe-
cial needs, who may benefit from alternative instructional strategies . Frequent data col-
lection provides the teacher with information about how well students are acquiring
the content while instruction is occurring .
APPROACHES TO CLASSROOM ASSESSMENT
Traditionally, educational services for students with mild to moderate disabilities have
been delivered by special educators in resource rooms, self-contained classrooms, or
special schools . Consequently, assessment practices in the past largely focused on stu-
dents' individual academic or social achievements within a relatively controlled envi-
ronment, with small groups of students present for instruction, and with specific edu-
cational materials and practices as the cornerstone for education. Recent emphasis on
inclusion of students with all types and severities of disabilities, however, has resulted
in more students, including those with mild to moderate disabilities, being educated in
general education classrooms (Cullen & Pratt, 1992; IDEA 97). Additionally, emphasis
has also been placed on the uses of community-based environments to promote stu-
dents' opportunities to learn and practice skills in the authentic environment within
which they are expected to perform. In short, educational classrooms for students with
mild to moderate disabilities used to be primarily special education classrooms ; now
those classrooms may also be general education classrooms, work environments, com-
munity environments, and activities and locations around the school, such as recess,
lunch, and homeroom. The expansion of where the classroom is for students may affect
the assessment parameters that teachers use to monitor instruction, as well as the types
of skills and strategies the teachers are teaching . Authentic assessment is one of several
terms used recently in general education . Other new terms are performance assess-
ment and portfolio assessment . In the next section, we define and describe each of
these terms and provide examples of how each system can be used for students with
mild to moderate disabilities
. Next, we describe curriculum-based assessment . Curricu-
lum-based assessment (CBA) is a system of assessment that has a solid research base
for students with mild to moderate disabilities and can be directly linked to making in-
structional decisions to ensure that students are achieving instructional objectives re-
gardless of the setting where instruction occurs .
Authentic, Performance, and Portfolio Assessment
Authentic Assessment
. Archbald (1991) notes that the term authentic assessment has
been used more frequently and recently to represent varied interpretations of what
meaningful, valuable, and realistic assessments can provide . Elliott (1992) describes au-
thentic assessment as involving assessment activities like those commonly used in the
world outside the classroom
. Authentic assessments occur in the real environment and
consequently require the student to perform behaviors that will successfully allow him
or her to meet authentic setting demands .
The practice of authentic assessments is not new to education, although the appli-
cation of the concept and terminology has increased in recent years
. Poteet, Choate, and
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Stewart (1993) note that authentic assessments have traditionally been used in voca-
tional education (consider on-the-job performance ratings), music education (e.g., par-
ticipating in a recital), and sports programs (when students ultimately perform in com-
petitions or games) . Not only are students' behaviors assessed in these arenas by
professionals who are typically evaluating individuals or teams according to exemplary
standards, but there are also elements of students' self-evaluating their performance in
the light of familiar standards for which they are striving. Authentic assessment occurs
when student performance is measured both within realistic setting demands and in
real-life contexts .
In special education, generalization of a student's target behavior occurs when the
student uses the skill or behavior in a real-life setting . In a classroom setting, a student
may be learning to read words that have varied sound patterns (e .g., consonant blends,
digraphs) . Generalization occurs when the student can automatically read words with
those patterns whenever those words are seen : in another book, on a bulletin board, or
in a magazine. The authentic assessment, or generalization, of the student's reading
skill occurs when the student encounters a situation in which words with similar pat-
terns need to be identified and the student can identify the words correctly .
Another example of an authentic assessment, or generalization, is when a student is
learning to complete a series of tasks for a "job" and he or she accurately completes
those tasks in a way that satisfies the "employer ." The job could be clearing and clean-
ing a work area (e.g ., the student's desk, the student's bedroom, the office area at a work
site), and the employer may be the student's teacher, parent, or supervisor . The student
receives instruction for identifying the tasks that need to be completed, putting them in
sequential order, and making decisions on how well the job must be performed . The
employer constructs a checklist with this information and teaches the student how to
use the checklist . Assessment of the student's use of the checklist may initially occur
during instruction using simulated situations. The authentic assessment, however, oc-
curs when the student is able to accurately and satisfactorily complete the tasks on the
checklist when the appropriate situation arises .
Authentic assessment links very well with special education's emphasis on teaching and as-
sessing skills within the actual environments in which students must perform . In fact, the con-
cept of teaching for generalization is directly connected to the concept of authentic assess-
ment. If students can use their learned academic and social skills with specialized
instruction only in artificial environments with controlled materials and cues (e.g ., the
therapy room, the special education classroom, with only small groups of students pre-
sent, when given a cue from the teacher), then the specialized instruction is not yet com-
pleted. The true assessment of instruction occurs when students can automatically and
proficiently use behaviors and skills in real settings and situations . Student perfor-
mance in authentic situations, with authentic setting demands, and even with authentic
ause and Reflect 4 .2
Examples of authentic assessments for students with disabilitiesinclude (1) when a student
with an emotional or behavioral disorder responds appropriately to classmates who are
making fun of her during recess, (2) when a student with a learning disability inreading
correctly' pronounces words when verbally reading paragraphs from a science text during a
lesson, (3) when a student with moderate mental retardation correctly follows verbal direc-
tions while participating in a cooperative group activity, and (4) when a student with a
learning disability in mathematics is able to use a calculator in a grocery store to determine
when he has overspent his budget . What authentic assessments are already occurring' for
your students? What additional opportunities do you have to structure' authentic assess-
ments? Would identifying opportunities for authentic assessment assist you in teaching
your students to generalize skills and behaviors to functionally relevant situations?
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consequences, is the ultimate aim of all instruction, whether the instruction is pro-
grammed and delivered by special educators, general educators, related service per-
sonnel, or employers. Educators should be teaching toward and measuring authentic
results of instruction. It is also appropriate, however, that measurement of skills and be-
haviors occurs in nonauthentic situations during instruction . Performance assessment
can be used when the demands, expectations, and behaviors are similar to, or simulated
for, authentic situations .
Performance Assessment . When student behaviors occur in a simulated environment
or in more controlled or "planned for" contexts, then the assessment may be identified
as performance assessment . Note that when students' performance occurs in authentic
situations, the accurate term is authentic assessment . Sometimes, however, authentic de-
mands can be used within simulated situations so that the same or similar student per-
formance is required but the situation has not occurred within the "true" environment.
Meyer (1992) describes aspects of performance assessments that are authentic in na-
ture. She delineates multiple features of tasks that can be considered authentic : the stim-
uli presented, the complexity of the tasks, and the standards developed for perfor-
mance (see Table 4.5) .
The Office of Technology Assessment (U.S. Congress, 1992) defines performance as-
sessment as students' creation or construction of knowledge, or what students do with
TABLE 4.5 Authentic Features of Performance Tasks
Task Feature
	
Question for Teachers Example of Feature
Stimuli
Task complexity
Is the stimulus used identical
to the stimulus encountered
in real life?
Does the task represent the
difficultylevel encountered
in real situations?
Spontaneity Can the student perform the
task when the situation
requires it?
Conditions Are the conditions present
during assessment similar or
identical to the conditions
present in real life?
Criteria Is the performance standard
required in actual situations
also required in the assessment
situation?
Locus of control Is the student responsible for
initiating or completing a
response?
Resources Is the availability of materials
similar to actual situations?
Consequences Are the consequences for
performance similar to the
consequences in real life?
Student can use a variety
of vending machines to
get a snack .
Student completes a job application
that hasnot been redeveloped for
his or her reading level .
Student interacts appropriately with
peers and adults throughout the day.
Student reads independently without
someone there to tell him or her
the words .
Student must complete all steps in the
task of making coffee, not 80% accuracy .
When the bus door opens, the student
boards the bus before it departs .
Student must locate art supplies and
bring them to the work area .
Student gets to drink the soda after
putting the correct change in the
vending machine .
Features derived from Meyer, C . A. (1992). What's the difference between authentic and performance
assessment? Educational Leadership, 49(8), p . 40 .





Constructed-response Students produce or construct their own
items answers .
Essays and writing Students' writing ability, and knowledge and
assessment understanding of content, is assessed .
Interviews and direct Students verbally respond to or actively
observations demonstrate knowledge .
Exhibitions Students produce comprehensive products,
presentations, or performances for the public .
Experiments Students demonstrate the process of planning,
conducting, and writing up experiments
Portfolios Students contribute work samples to files,
folders that portray their learning profile
through documenting their experiences and
accomplishments .







• Short written answers
• Essays
• Direct writing sample in response to a
writing prompt or question
• Give spoken response on or discuss a
given topic
• Perform tasks that have been taught in a
simulated situation and/or spontaneously
in a real situation
• Observe dialogue of students sponta-
neously engaged in an academic activity
• Collect work samples
• Recital
• Cumulation of activities, projects, or
demonstrations is aggregated and
displayed
• Debate
• Individual or group competitions
• Dramatic presentation
• Group project
• Hands-on manipulative skills tasks
• May include teamwork and interpersonal
skills
• Drafts and final products
• Self-reflection
Examples
Constructed from information in U .S . Congress, Office of Technology Assessment . (1992) . Performance assessment : Methods and characteristics .
In Testing in American schools : Asking
the right questions (OTA SET 519, pp. 201-249) . Washington, DC : Government Printing Office .
what they know. The Office identifies six types-and related examples-of perfor-
mance assessment: (1) constructed-response items, (2) essays and writing assessments,
(3) interviews and direct observations, (4) exhibitions, (5) experiments, and (6) portfo-
lios (see Table 4.6) . Examples include when the student is assessed (1) during a role-play
situation in which the student practices appropriate responses to criticism from peers,
(2) during an oral reading of material that is similar to grade-level material, (3) while
following a specific set of directions during a contrived group activity, and (4) while
solving a math problem on a worksheet. Regardless of which method is selected, edu-
cators must predetermine criteria for successful performance in order to (1) explain cri-
teria to the student before and during instruction, (2) have a basis for dialoguing with
the student during feedback sessions about his or her performance, and (3) develop
valid and reliable assessment formats . Sarouphim (1999) notes that performance-based
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TABLE 4
.7 Questions for Determining Portfolio Content
Question
1 . Is the portfolio's
purpose identified?
2. How closely will the
portfolio content parallel
the IEP/curriculum?
3 . What type of content can
be included in the portfolio?
4. What are the standards for
Ithe content in the portfolio?
5. How much student involvement
will be elicited, and when?
6. How many purposes can the
portfolio serve?
7 . To what extent should growth
and progress be evident in the
portfolio content?
assessments must clearly and logically link to specific activities in order to be credible
and effective. Several features of performance assessment can resemble the real-life, or authen-
tic, situation. Teachers should be sure to incorporate those features into their assessment
sequence even when the authentic situation cannot be used. Actually, many types of
performances can serve as documentation of a student's progress . Teachers can use a
portfolio format to assist them in documenting such performances .
Portfolio Assessment . Portfolio assessment can be conceptualized as an innovative
notation of students' performances related to instructional objectives and can conceiv-
ably be an alternative "gradebook" for a teacher. The portfolio itself can be a folder,
notebook, or some other "holder" of student work products . Paulson, Paulson, and
Meyer (1991) describe a portfolio as
a purposeful collection of student work that exhibits the student's efforts, progress, and
achievements in one or more areas . The collection must include student participation in se-
lecting contents, the criteria for selection, the criteria for judging merit, and evidence of stu-
dent self-reflection . (p . 60)
Paulson et al . emphasize the importance of what type of information the portfolio is in-
tended to communicate . A folder that merely holds a student's work does not represent
portfolio assessment
; decisions aboutwhat type of work can be placed into a portfolio and
how that work relates to curriculum (or IEP) goals and objectives must be clearly identi-
fied and discussed with the student . Paulson et al . suggest that teachers clearly identify
the purpose of the portfolio, the type of content that can be included in it, the goals the
student is working toward, and the standards for determining the quality of the content
(see Table 4 .7 for examples of these and other related questions for portfolio content) .
Recommendation
Clarify how the portfolio will be used in determining grades, guiding instruction,
deciding content for instruction, and so on .
Link the content of the portfolio directly to the IEP and curriculum .
Discuss with the student ways to make decisions about what goes into the port-
folio . Content may also include alternative assessment formats such as projects
and results from a role-play .
The teacher and student should be well aware of what an excellent product, or
project, looks like . The criteria for selecting content may parallel the criteria
state-
ment of a behavioral objective .
Inform the student at the beginning of instruction what his or her choices are for
including portfolio content
. Guide the student initially in portfolio selection of
content. Allow the student to make independent choices as he or she demon-
strates more proficiency with making decisions .
Use fewer purposes that coincide, rather than more purposes that may fragment,
isolate, or confuse the critical instructional objectives . The portfolio can inform the
teacher about the student's progress, thinking processes, and preferences for
demonstrating proficiency .
Growth and progress should be evident to a great extent . Furthermore, the
teacher may want to include (for his or her future use) what methods were used
to more consistently promote growth and progress .
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Work products in a portfolio can represent either work in progress
(e.g ., writing
outlines, drafts of a report being written) or the final sample of work completed
(e.g.,
the report that was turned in for a grade or for teacher evaluation)
. Work contained in a
portfolio may be chosen by the teacher independently or by the student and teacher to-
gether
. Teacher and student collaboration-about deciding what goes in the portfolio,
and why, and how that work represents student growth and progress related to instruc-
tion-is desired, and in some cases is required, so that the portfolio represents assess-
ment content decided with the student, not for the student . Duffy, Jones, and Thomas
(1999) describe how portfolios can be used to promote independent thinking with stu-
dents because they are encouraged to learn and use self-evaluation skills .
In addition to work products directly related to an academic area, the information in
a portfolio may also contain the student's comments and reflections on how well he or she is
learning and what he or she is learning from the academic content . More extensive content
from a wide variety of sources can also be used in portfolios
. For example, Viechnicki,
Barbour, Shaklee, Rohrer, and Ambrose (1993) describe portfolio content that teachers
developed for each student that included teacher anecdotal accounts of student learn-
ing, observations from lessons that were designed to elicit evidence of exceptional po-
tential and performance, information from parents and/or peers, and examples of
products produced by the student.
Nolet (1992) discusses portfolio assessment as a process that can be used for either
instructional or assessment
purposes, and his points can help guide teachers in clarifying
their purposes for portfolio assessment . He distinguishes between
uses of a portfolio
that make it appropriate for assessment purposes versus instructional purposes. For ex-
ample, if the purpose of the portfolio is assessment, then teachers need to ensure the re-
liability and validity of the portfolio contents in relation to instructional goals and ob-
jectives. In other words, teachers must view the content selected for inclusion in the
portfolio in relation to technical adequacy for assessing students' performance compe-
tencies. For an instructional portfolio, in contrast, teachers may be less concerned with
technical features of the student work included in the portfolio ; indeed, the student
may select work to include that he or she believes reflects progress and performance but
that the teacher knows does not represent reliable or valid measures (e.g .,
the student
had much assistance in completing the work vs . completed the work independently)
.
Student involvement in determining content is desired . By including the student's
reasons for why he or she selected a particular piece of work to include in the portfolio,
the teacher can use the portfolio assessment process as an opportunity to gain insight
into what the student is thinking about his or her learning experiences
. Including the
student's preferences for demonstration of knowledge (e .g ., writing a report, construct-
ing a model, developing a timeline, reflecting on his or her work) not only encourages
student involvement and decision-making but also is an excellent method of increasing
student motivation and responsibility in the learning process .
Authentic, performance, and portfolio assessments represent relatively recent
initiatives in general education . At this time, however, the research base on how well
these assessments work for students with disabilities is relatively scarce, although some
research is beginning to emerge (Nolet, 1992 ; Poteet et al ., 1993
; Sarouphim, 1999) .
Certainly, the basic premises of these assessment systems apply to the performance
demands for students with mild to moderate disabilities, and flexibility for differenti-
ated performance standards (e.g ., the standard for a student with learning disabilities
may be different from that of a student who is gifted) is available
. Creative special
educators can develop parallel and appropriate formats for students with mild to
moderate disabilities that allow students to participate in assessment formats similar to
those used by general educators . An assessment system that does have a research base
for teaching and assessing students with mild to moderate disabilities is CBA (Deno,
1985; Deno & Fuchs, 1987; Fuchs & Fuchs, 1985
; Salvia & Hughes, 1990) . We describe
CBA next, with suggestions for incorporating aspects of authentic, performance, and






for Developing and Using CBA
King-Sears, M . E . (1994) . Curriculum-based
assessment in special education (p . 17) . San
Diego: Singular. Reprinted by permission
.
Curriculum-Based Assessment
Elliott (1992) refers to curriculum-based assessment (CBA) as observation techniques
of student's behavior that link assessment results to instructional interventions . CBA
can be used as a formative assessment technique during instruction . Fuchs and Fuchs
(1984) found that teachers who (1) conducted formative assessments during instruction,
(2) used results from those assessments to change their teaching, and (3) graphically
displayed those results to assist them in decision-making were able to increase their stu-
dents' academic achievement and to use instructional time more productively than
teachers who did not conduct and use formative assessments . Although a variety of de-
finitions and interpretations of CBA are used in the literature (e.g., Blankenship, 1985;
Fuchs & Deno, 1991 ; Salvia & Hughes, 1990), the definition of CBA used for this chapter
is based on the following principles of effective instruction :
•
	
Observable behavior of critical student performances related to the curriculum
being taught is used .
• Frequent and brief measurements of student behavior occur prior to, during, and
after instructional units .
• Measurements are graphically displayed .
• Students and teachers use the graphic displays to make instructional decisions .
Systematically observing key student behaviors related to instructional content in-
cludes two of the principles of assessment presented earlier in this chapter : Critical
skills are selected for assessment, and data are collected in a systematic manner . Meth-
ods for teachers' development and use of CBA have been described in as many as 11
and as few as 4 steps (e.g., Blankenship, 1985; Salvia & Hughes, 1990) . APPLY is a
mnemonic that synthesizes the steps for teachers' development and use of CBA (Jorden
& Haube, 1995; King-Sears, 1994; King-Sears, Burgess, & Lawson, 1999) . In the next sec-
tion, we describe APPLY as a framework for developing and using CBA (see Figure 4.1) .
We also provide case studies about students with mild to moderate disabilities in ele-
mentary and secondary grades to illustrate varied examples of CBA in different content
areas.
APPLY FRAMEWORK FOR DEVELOPING CLASSROOM ASSESSMENTS
Before using the APPLY framework to develop a CBA, teachers acquire critical informa-
tion about the student from a variety of sources (e.g., IEPs, confidential files, parents,
other teachers, standardized assessments, informal assessments, other CBAs, the stu-
dent him- or herself) . These sources provide indicators of the curriculum from which
the student should be working and a general idea of the curriculum level in which the
student can satisfactorily perform. APPLY can be used as an initial diagnostic frame-
work for determining a student's instructional curriculum and level . It can also be used
as an ongoing diagnostic framework throughout the year when a student is progressing
from unit to unit within a curriculum. area .
1 . A NALYZE the curriculum .
2 . P REPARE items to meet the curriculum
objectives .
3 . P ROBE frequently.
4 .
L OAD data using a graph format .
5. Y IELD to results-revisions and decisions .
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Analyze the Curriculum . Target from the curriculum the critical objectives that will
serve as benchmarks or indicators that the student is learning the content . For reading
or social studies, for example, the new vocabulary throughout a unit of instruction and
the types of comprehension questions used may represent benchmarking . Social stud-
ies curriculum might also include definitions of key terms or foundational concepts .
Mathematics curriculum could include specific types of computations and word prob-
lems. Vocational curriculum could be comprised of a checklist of tasks to perform on a
work site . A social-emotional curriculum might target specific verbal and nonverbal be-
haviors related to interpersonal skills .
Regardless of which curriculum is used, the teacher needs to predetermine the
areas of the curriculum that can serve as critical markers across the instructional unit .
Those markers can comprise low- and high-order thinking skills . A CBA cannot assess
all information taught or anticipated for a student to learn; key objectives need to be
specified in advance. Consider that the key objectives are critical to a student's further
understanding and use of the major information in the unit or domain .
Nolet (1992) notes that validity of portfolio assessments increases when teachers clar-
ify the goals of instruction in a particular skill or knowledge area, design tasks that repre-
sentatively sample those goals, administer the tasks reliably, and aggregate those data to
arrive at conclusions about student performance . Teachers clarify the goals of instruction
by analyzing the curriculum, determining the important goals, and specifying the behav-
ioral objectives that will be used to monitor student progress related to the goals .
As has already been described, behavioral objectives specify observable student be-
haviors, the conditions under which the behaviors occur, and the criteria that indicate
mastery of the objective (refer to Table 4 .3 for examples of behavioral objectives that
could guide the development of CBAs) . After each component of the objective is deter-
mined, the method for assessing the objective can be developed more easily and clearly .
Prepare Items to Meet the Curriculum Objectives . Once the key objectives are tar-
geted, the teacher develoEs short assessments, or probes, that can be used throughout in-
struction to elicit student responses. (Note : Probe is used both as a noun and a verb in CBA
terminology. Probe is a noun when it represents the format used to elicit student re-
sponses; probe is a verb when it represents the act of eliciting student responses on a CBA .)
The item format is constructed so that it is brief in duration . It is useful to place a
time limit on how long the student will be given to respond . In developing-and, ulti-
mately, administering-the CBA probe, teachers should address several time-related
issues . First, the time limit can help teachers note both students' acquisition and perfor-
mance fluency of content. For example, students may be able to compute math problems
when given enough time to count the facts by using blocks, an indication that acquisi-
tion of the math concepts is occurring at a concrete level . Also important, however, is
how quickly the student can compute math at the abstract level . A CBA that allows only
a brief amount of time can provide that information . Second, a time limit is used to max-
imize the gathering of critical information in a minimal amount of time so that instruc-
tional decisions can be made more frequently. Allotting 20 minutes 3 days per week to
gather CBA data may not be the best use of instructional time; 2 minutes on three occa-
sions during the week is more realistic and manageable for teachers . Third, the time
limit is not used to increase students' anxiety for an assessment ; prior to administering
the CBA, teachers should discuss with students that the CBA is not for a test grade, but
rather to get indicators of student progress . See Table 4 .8 for examples of brief CBAs .
Teachers should consider, when preparing items related to key curriculum objec-
tives, how quickly relevant information can be acquired . Moreover, teachers need to
consider the correlation between key learning that is representational of, or founda-
tional to, more comprehensive learning . For example, students who are able to identify
words quickly and correctly are better able to understand the reading passages they
read. Consequently, CBA probes on the correct words per minute are helpful . Students
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Time Description of CBA
Reading 1 minute
The probes are reading passages, which may be selected from any content
area. The student reads aloud for 1 minute . Conduct CBA two times per
week with each individual . Graph the number of words read correctly and
incorrectly.
Math 2 minutes The probe is a worksheet of math computations
. The student solves as
many problems as possible in 2 minutes . Conduct CBA three times per
week by using group administration . Graph the number of digits com-
puted correctly and incorrectly .
Spelling 2 minutes The probe is an oral or audiotaped dictation of spelling words
. Conduct,
CBA four times per week by using group administration . Graph the num-
ber of correct letter sequences or the number of words spelled correctly or
incorrectly.
Written Language 3 minutes
The probe is a story opener, which may be a topic or a brief story starter
situation. The student elaborates on the story opener by writing for 3 min-
utes. Conduct CBA one time per week by using group administration .
Graph the total number of words written, number of words spelled cor-
rectly, or other salient aspects .
King-Sears, M. E . (1994) . Curriculum-based assessment in special education (p . 21) . San Diego : Singular. Reprinted by permission .
who can identify the correct steps to solve a problem are better prepared to use those
steps in solving a problem; a CBA might probe their ability to correctly identify the
steps. Another CBA probe might elicit information on the correct application of the
steps to a novel problem .
When preparing items to meet the targeted curriculum objectives, teachers can con-
sider (1) providing a prompt for writing a response, (2) developing a checklist of behav-
iors required for completing a task, (3) listing words to identify, (4) designating words
to define, and (5) describing a set of requisite behaviors . Regardless of the item format,
teachers must consider the validity and reliability of the items in relation to the curricu-
lum and instructional objectives . For example, listing steps in a problem-solving
process can be used as a CBA when the objective is that the student can correctly list
those steps. That CBA will not indicate, however, whether the student can apply the
steps to novel situations . A CBA that provides a situation and requires the student to
demonstrate using the problem-solving process to arrive at a solution would be more
appropriate. Although the ultimate goal of instruction may be that the student inde-
pendently applies problem-solving processes and uses an appropriate solution when
faced with varied situations (an excellent example of generalization or authentic assess-
ment), the initial CBA may have a more limited focus, such as the student's recall of the
problem-solving steps, or the student's ability to provide examples of how to use the
problem-solving sequence when given a situation, or the student's identification of ap-
propriate solutions for solving a problem .
i
Probe Frequently. Teachers should conduct brief CBAs two or three times a week . This
frequency cannot be maintained if the CBAs require extensive instructional time to con-
duct. For that reason, brief CBAs are more desirable, manageable, and practical for
teachers to use with consistency. Some teachers are able to use CBA probes daily (which
is the most desirable frequency) ; other teachers are able to conduct CBA probes weekly
(which is less desirable, but better than not conducting any probes during instruction) .
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Consider the time lapse between a pretest and a posttest : CBA occurs between the
pretest and the posttest and lets the teacher and students know that progress is occur-
ring. Teachers who assess students' performance only at the end of instructional units
are not able to make changes during instruction; by the time they know that the student
or students are not "getting it," the end-of-unit test has already occurred-it's too late to
make teaching changes . CBA functions as a frequent formative assessment that helps
guide instruction for the teacher and learning for the student . Periodic assessments, or
probes, during instruction ensure that teachers are gathering information that allows
them to make teaching changes while instruction is occurring.
Load Data Using a Graph Format . After each probe is administered and evaluated,
the score is plotted on a graph. The date of the assessment or the session number of the
probe is identified on the horizontal axis . The assessed skill or competency, with its cor-
responding measure (e.g ., percentage or number correct, number per minute), is identi-
fied on the vertical axis . It is important to plot the data point on the graph as soon as
possible after the CBA is administered so that a timely and accurate performance line
can be drawn. A delay in plotting students' data points reduces the usefulness of the
CBA for making instructional decisions .
The graphic format of recording data accomplishes multiple purposes . First, the vi-
sual depiction provides teachers with a means to analyze students' performance and to
make instructional decisions . Second, the visual depiction provides students with a
concrete representation of their actual performance . Third, graphs provide parents with
a visual representation of their child's progress. Fourth, the performance graphs pro-
vide other teachers with a quick comparison of individual students' current and previ-
ous progress and a guide for grouping students for instruction . When data are graphed,
students can more efficiently note their progress (e.g ., an ascending progress line),
teachers can more readily know when to make changes in instruction (e.g ., a stable or
descending line indicates that teaching changes are needed), and others can more fully
note ongoing performance (e .g ., parents can see the results of their child's performance
related to IEP objectives over time) . Some teachers find computer-graphing applica-
tions to be an excellent time-saver for graphing .
Yield to Results-Revisions and Decisions . The visual depiction of a student's per-
formance is used to make decisions about instruction . Wesson, Skiba, Sevcik, King, and
Deno (1984) found that some teachers require extensive training or continuing support
in order to use data to make ongoing changes in their instruction . Hasbrouck, Wold-
beck, Ihnot, and Parker (1999) found that one teacher who was initially resistant to
using curriculum-based measurement became convinced of its value after seeing the
impact on student performance and receiving technical support and assistance . King-
Sears, Burgess, and Lawson (1999) describe how the use of CBA in general education
classrooms can more actively involve students in decision-making discussions and
subsequent actions (e.g ., students decide how they'd like to study information they
still need to learn) . In other words, for developing teachers, the issue may be how to
make decisions based on the data, not how to collect and graph data . As Gersten et al .
(1995) note, social and instructional validity of assessments does not occur unless the
teacher uses assessment results to improve a student's future performance . Several
techniques can be used to evaluate data: the 3-day rule, aimline performance, and
quarter-intersect .
The 3-day, or three-session, rule refers to any set of three consecutive connected
data points on the graph. If the trend (direction) of the line connecting the three most re-
cent consecutive data points is in the desired (either increasing or decreasing) direction,
then the student is making progress, current instructional procedures seem to be effec-
tive, and instruction should continue in the present manner . However, if the trend of the
line connecting the most recent three data points is not in the desired direction or
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plateaus, then "it's time for a teaching change," and subsequent revisions of instruction
should be planned .
Aimline performance is a modification of the 3-day rule in which a line is drawn
on the graph to connect the student's initial (sometimes considered baseline) data point
and the desired data point and session in which the teacher anticipates the student will
have mastered the objective. Decisions using the aimline are made when data points fall
below the aimline for three consecutive sessions ; that is, progress may be occurring, but
the progress is not at the anticipated rate . Instructional changes made when aimline is'
not being met include revising teaching methods, dialoguing with the student about
how to improve the performance, intensifying the amount of practice, and reteaching
major concepts. In some cases, a decision may be made to revise the aimline and set a
more reasonable aim for that student, although a decision to do this should be preceded
by instructional alternatives to enhance performance toward the original aimline .
The quarter-intersect method can be used when seven or more data points are plot-
ted and teachers use the following procedure to develop a line of progress :
1. Divide the number of data points in half by drawing a vertical line down the graph
(midsession) .
2. On the left half of the graph, find the midsession and draw a vertical line (middate) .
3. On the left half of the graph, find the midperformance point and draw a horizontal
line (midrate) .
4. Repeat steps 2 and 3 on the right half of the graph .
5. Draw a line connecting the intersections (the intersection of the horizontal [midrate]
and vertical [middate] lines from steps 2 and 3) of both halves of the graph . This is
the quarter-intersect trend line .
6. Teachers may wish to further refine the line of progress by using the split-middle
method so that an equal number of data points fall above and below the line ; start
by counting the number of data points that fall above and below the line .
7. If the same number of data points are on and above the line as are on and below the
line, then stop . The trend line is accurate .
8. If an unequal number of data points are on and above the line as are on and below
the line, then move the line up or down until there is a balance of points above and
below the line .
The resulting trend line may be ascending, descending, or stable . The trend line can
be compared with the slope of the aimline to determine whether the aimline should be
raised or lowered . The quarter-intersect trendline can be especially helpful when devel-
oping long-range goal data because the teacher can use consistent performance on
CBAs from the current year to develop realistic goals for the following year on the basis
of current rate of performance .
The case studies presented next describe how teachers have used CBA in a variety
of settings and with students who have a range of mild to moderate disabilities .
Throughout the case studies, note how teachers have used CBA for themselves to make
instructional decisions and revisions and how they have used CBA to benefit their stu-
dents by (1) showing progress and performance in a more concrete manner, (2) encour-
aging goal setting, (3) sharing responsibility for learning, and (4) increasing motivation .
APPLY Case Study 1 : Fractions and Decimals
Analyze the Curriculum. Ms. Joseph is teaching in a self-contained classroom of
fourth- and fifth-grade students with emotional or behavioral disorders . She is re-
sponsible for delivering math instruction to each student (according to IEP goals and
objectives), and during the math period, she is responding to varied levels of knowl-
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edge related to decimals and fractions . The school year has just begun, so she is deter-
mining what students know already about this area of mathematics. Her curriculum
objective is :
Given fractions to convert to decimals and decimals to convert to fractions, the student will
correctly convert each problem .
Prepare Items to Meet the Curriculum Objectives . Because Ms. Joseph is surveying
her class for a variety of learning levels in math, she develops a probe sheet featuring
single items pertaining to benchmark math objectives from all curricula . The CBA probe
shown in Figure 4 .2 was used to determine each 'student's skill level related to a synthe-
sis of decimal and fraction math objectives at varied grade levels . From that probe, she
was able to graphically depict skill areas for students that led her to instructional
groupings and starting points (see Figure 4 .3 for the class profile) .
	
T
Note that Ms . Joseph's class profile not only allows her to determine who needs in-
struction in specific skills but also indicates students who already know the information
for this math unit. Three groups for instruction are developed according to the data
FIGURE 4 .3 Class Profile of Decimal and Fraction Conversions
BONUS: Develop your own question and answer that
shows your knowledge of this information .
MW ME BA AS DR JI JF BK DL CE BH BI ST
#1 . X x x x x x x x x x x X X
#2 . X X X X X X X X X
#3 . X X X X X X X X X
# 4 . X X X X
# 5 . X X X X
# 6 . X X X X
#7 . X X X X X X X X X X X X
#8 . X X X X X X X X X X X X
BONUS X X
FIGURE 4.2 CBA Probe for
1 . 9/10=
Fractions and Decimals
2 . 47 5/10 =
3 . 3 2/10 =
4 . 7.1 =
5 . 13 .4 =
6 . 28 .8 =
7. Draw a picture to show 6/10 :
8. Write a decimal to show 6/10:
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from this CBA: Group 1 needs instruction on converting decimals to fractions and frac-
tions to decimals, group 2 needs instruction on converting decimals to fractions, and
group 3 already knows the information probed on this CBA. Group 3 needs to be
probed on a different CBA that assesses the next set of math skills ; students from group
3 would be involved in repetitive instruction for concepts they already know if Ms .
Joseph were to erroneously include them in this particular math unit.
In essence, this CBA has also served as a pretest for students in determining who
needs instruction in these math skill areas and who does not . Although one could argue
that avoiding repetitive instruction is important for any group of students, some might
emphasize the added importance of focusing on pertinent instruction for students who
have emotional or behavioral disorders, because these students may be more likely to
display inappropriate behaviors when they are bored with academic content . Con-
versely, when Ms . Joseph targets accurate academic skill levels, she is using a method to
minimize the likelihood of academic frustration or boredom, to motivate students to
focus on academic material they are capable of doing, and to increase the opportunities
for time-on-task with relevant instructional concepts that can lead to enhanced acade-
mic achievement. The remaining portion of this APPLY case study focuses on students
in groups 1 and 2, whose initial CBA results indicate they need further instruction in
converting fractions and decimals .
Probe Frequently. Ms. Joseph can use varied forms (that feature similar items) of the
CBA to conduct brief probes at the beginning of math instruction on several days dur-
ing the week. Because Ms . Joseph is interested in what concepts students have remem-
bered (e.g., from the previous day's instruction, from their homework assignments), she
selects the beginning of the math sessions for CBA probes, instead of the end of the
math sessions. She has built into her math lesson plans for Mondays, Tuesdays, and
Thursdays a 2-minute period for students to complete a CBA probe . She wants to
quickly gather the information at the beginning of the class session and briefly review
the results to note what she may need to emphasize during the class session.
Ms. Joseph has several options for reviewing the CBA probe results: She can infor-
mally glance at the probes as she collects them at the end of 2 minutes, she can put them
aside and review them at the end of the day, she can put them aside and have an in-
structional assistant or volunteer score them and then she can review them at the end of
the day, or she can have students correct their papers at the end of 2 minutes . She de-
cides to have students correct their own papers at the end of 2 minutes ; then she has the
students themselves graph their correct responses on their progress graphs, which is
the next step in the APPLY framework.
Load Data Using a Graph Format . Ms. Joseph has each student correct his or her own
CBA probe, count the total number of correct responses, write that number at the top of
the probe, and then graph the number correct on his or her progress graph. Initially, this
procedure took about 15 minutes because Ms . Joseph wanted to ensure that students
understood that the CBA probes were not the sane as a test . On the CBA probes, students
were trying to make progress on answering the CBA items correctly, but their correct
responses were to indicate progress over the instructional sessions, not to make 100%
correct for each probe administration (note that group 3 students, who did make
100% correct, were eliminated from the instructional math concepts because they al-
ready knew the information) . Figure 4.4 shows the progress for one student across 2
weeks of instruction .
Yield to Results-Revisions and Decisions . Ms. Joseph uses the "3-day/session rule"
for deciding about student progress. She routinely reviews all student progress graphs
on Fridays when she is writing lesson plans for the next week's instruction . When stu-





























Student Goal : I plan to get 8 out of 8 points by (write a date here) : October 19
FIGURE 4.4 CBA Graph for Math (note bonus points awarded October 5, 12, and 17)
needs to work more on those concepts . Revisions may entail (1) reteaching using more
concrete examples, (2) more guided practice activities using a variety of examples, (3)
more demonstration examples using real-life situations that deal with fractions and
decimals, (4) peer tutoring as an activity, and (5) instructional games to provide more
practice opportunities. The CBA data provide Ms. Joseph with instructionally relevant
information that helps her .in deciding about how well students are learning and when
revisions in instruction may need to occur .
Extensions or Variations .
• Use newspaper advertisements of sale products to determine the amount of money
saved on a sale item .
• Use a recipe for a favorite meal item to identify how the same denominator could
be used in all ingredients . Provide a variety of measuring items so that equivalent
measurements can be concretely seen .
• Use metric packages that are prevalent in products sold in stores (e.g ., soda
containers) to make connections to the decimal system .
• Identify everyday items or situations in which students may use the fraction/
decimal conversion skills. Students who are using portfolios to document their
instructional progress may be responsible for adding items to their portfolio that
illustrate how they see fraction/decimal conversion skills in their life . For example,
one student may insert in his portfolio the following items to document 1-ds progress
in this math area : (a) a copy of the probe sheet, (b) the progress graph that depicts his
learning performance during instruction, and (c) a narrative that he has written that
describes how he can use these fraction/decimal conversion skills when cooking
and shopping for items .
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9-Oct 10-Oct 12-Oct 16-Oct 17-Oct 19-Oct
Student : Michael Teacher : Ms . Joseph Subject: Math
Objective : Given fractions and decimals (whole numbers and tenths), the student Goal : 8 out of 8
points earned .
will correctly (1) convert the fraction to a decimal, (2) convert the decimal to a Bonus:
The student includes something
fraction, and (3) draw a picture to represent the fraction or decimal .
different than was asked for on the
probe sheet .
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APPLY Case Study 2 : High School Essays
Analyze the Curriculum . Ms. Rodriguez is a general education teacher who teaches
10th-grade English. A series of curriculum objectives emphasize written language skills .
All students in her fifth-period class, which includes three students with learning dis-
abilities and one student with emotional or behavioral disorders, have an assignment to
write an essay related to a contemporary topic . Ms. Rodriguez specifies the following
objective for all students :
After selecting a contemporary topic and reading information related to that topic, the stu-
dent will write an essay that (1) is well-organized, (2) uses accurate and varied sentences,
(3) uses correct vocabulary, (4) uses correct mechanics of writing, and (5) is presented in an
appropriate format .
Prepare Items to Meet the Curriculum Objectives . Ms. Rodriguez has done some re-
search on what other professionals use to assess students' writing proficiency . One arti-
cle by Archbald (1991) displays a scoring rubric for essays that she has adapted for her
use (see Figure 4.5) . Ms. Rodriguez's "probe" is the rubric itself, which students re-
ceived at the beginning of the instructional unit and can use as a self-assessment prior
to turning in their essay drafts to Ms . Rodriguez .
Probe Frequently. Ms. Rodriguez views students' drafts on an average of three occa-
sions before the final essay is turned in for a grade . Students who have particular diffi-
culty with written language, which includes all students with learning disabilities and
several other students in the class who are not labeled to receive special education ser-
vices, will require more feedback sessions . Ms. Rodriguez meets with one student,
Maria, on five occasions to provide her with feedback by using the rubric's scoring cri-
teria . On each occasion, Ms . Rodriguez has had an opportunity to review Maria's essay
in a formative manner and to emphasize/reteach those areas that Maria needs to im-
prove. Maria's essay is formatted correctly from the very first draft ; she receives the
highest score (5), which is multiplied by the value for that criterion (format value is 1),
to receive a total of 5 for format . In organization, Maria initially earns a 3 for perfor-
mance (multiplied by the value of 6 equals 18); sentence structure is a 3 (multiplied by
the value of 5 equals 15) ; usage is 3 (multiplied by the value of 4 equals 12); mechanics is
4 (multiplied by the value of 4 equals 16) . All totaled for the first draft, Maria has earned
66 of a possible 100 points . In subsequent feedback sessions, Maria and Ms . Rodriguez
review Maria's draft and determine a performance score . As Maria's writing improves,
her score improves .
Load Data Using a Graph Format . Maria totals each rubric's score to find the cumu-
lative number of points she has earned on each draft of her essay . Maria plots the total
number on a graph and also sets a goal for herself about the areas she needs to concen-
trate on in her next draft to improve her score (see Figure 4.6) .
Yield to Results-Revisions and Decisions . Ms. Rodriguez has drawn an aimline on
Maria's graph to show how many points Maria should be accruing throughout the unit .
By comparing Maria's performance to the aimline, Ms . Rodriguez and Maria are able
to determine whether Maria is progressing toward satisfactory completion of the essay
assignment .
The rubric also provides Ms . Rodriguez with information about common areas in
which she needs to reteach or reemphasize written language skills . Sometimes this in-
struction occurs with small groups, sometimes it occurs individually, sometimes peers
can help edit each other's work, and sometimes there is content on which the whole
class needs to work. Ms. Rodriguez is acquiring information about how well students in
her fifth-period English class are progressing on their essay assignment while they are
completing the assignment. Using the scoring rubrics in both a formative and summa-
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FIGURE 4.5 Scoring Rubric for Essays
Adapted from Archbald, D . A . (1991) . Authentic assessment : Principles, practices, and issues
. School
Psychology Quarterly, 6, p
. 284 .
Adapted with permission of the publisher .
tive manner is more likely to result in each student's successful completion of the as-
signment, student awareness of what they will be scored on, what each score on the
rubric means, and how the score will be assigned .
APPLY Case Study 3 : Sight Word Recognition
Analyze the Curriculum . Mr. Jones is a special education teacher working with ele-
mentary students who have learning disabilities . Students are reading at different lev-
els: Some are working on basic sight vocabulary, some are working on decoding skills,
and all are working on comprehension skills . For his CBAs, Mr. Jones identifies the fol-
lowing objectives :
Given a listing of 45 words from the Dolch word list, the student will read the words at a
rate of 25 correct words per minute .
1
	
2 3 4 5 Value
Total
p
Little or nothing is written .
Essay is disorganized and
poorly developed . Does
not stay on topic .
Essay is incomplete .
It lacks an introduction,
well-developed body, or
conclusion . Coherence and
logic are attempted but
inadequate .
The essay is well-orga-









sentence structure . Little
variety in sentence
length and structure .
Sentences are tom-
plete and varied in




errors in word choice and
agreement .
Occasional errors in word
choice and agreement .
Usage is correct. Word
choice is appropriate . X 4 =
M
Student makes frequent
errors in spelling, punctua-








Format is sloppy. There are
no margins or indents .
Handwriting is inconsis-
tent .
Margins and indents have
inconsistencies . No title or
inappropriate title .
The format is correct .
The title is appropriate .
The margins




The essays are scored using a 1-5 scale . The numbers in the boxes to the right indicate the relative importance of
each factor in the overall grade . Thus, organization is valued the most and counts 30% of the grade ; format counts
5% of the grade .
0 = Organization














Date Assignment Given : February 1
Student: Maria
	
Teacher: Ms . Rodriguez
FIGURE 4.6 Curriculum-Based Assessment for Essays
14-Feb
100
Date Assignment Due : February 21
Class : 10th grade English
18-Feb
Given a 400-word reading passage, the student will read the passage, pronouncing each
word correctly at a rate of 60 correct words per minute .
Given reading passages of factual information containing five to seven paragraphs each, the
student will state the main idea and two details for each paragraph correctly.
Prepare Items to Meet the Curriculum Objectives . Mr. Jones prepares a series of
probe sheets he can use with individual students when they reach certain levels of pro-
ficiency with each objective . Mr. Jones spends substantial time initially developing the
probes for the reading curriculum area, but then he has a variety of probes readily
available throughout the year (see Bui, Hlass, & Reda, 1995, for a compilation of probes
and graphs that can be used for the Dolch words) .
Mr. Jones can use two probe formats for the Dolch words . One format is flash cards,
and he has a "deck" of flash cards for each set of words from the Dolch word list (e .g .,
preprimer level, primer level)
. The second format is a listing of the words on a work-
sheet, with the same words used repeatedly and each line precounted so that he can
score the probe quickly after a student reads from it (Figure 4 .7) .
Probe Frequently. Three times a week, Mr. Jones conducts 1-minute probes with each
student working on this unit of instruction. He conducts the probe sessions at the be-
ginning of the reading period, and he sets aside 10 minutes each day for the probes
. Al-
though it took more time when he first began using the probes, now he and his students
are well acquainted with the CBA probe routine . Students begin seatwork when they
begin the period, and Mr. Jones calls each student to a "CBA Center" in the classroom .
Mr. Jones provides each student with a probe sheet, sets the timer for 1 minute, and
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DOLCH WORD LIST LEVEL 3 (Probe Form A)
FIGURE 4.7 CBA: Dolch Sight Word Probe
marks on his laminated probe sheet any errors a student makes when orally reading the
words. The student counts his or her number of correct and incorrect responses and
gets ready to transfer those data to a graph .
Load Data Using a Graph Format . When Mr. Jones first began using the graph, he
showed students how to figure out and write their correct and incorrect rates on the
graph. Now each student is able to record his or her own data (see Figure 4 .8) to record
numbers of correct and incorrect word identifications .
Yield to Results-Revisions and Decisions . Students are able to "see" their progress
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Step 8: Line adjusted so 9 points
above line and 9 points below
Doich Word List Level : 3
Step 5 : Draw Trendline
Step 6 : Count points above and below line
Step 7 : Compare points above and below ;
if unequal go to step 8
S46,
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Objective : Given words from level 3	of the Doich Word List, the student will verbally identify the words at a rate of
25
correct words per minute .
FIGURE 4.8 CBA for Dolch Words : Equal Interval Graph
kind fall seven about laugh far shall 7
better light full show bring long got 14
six carry much grow shall clean myself 21
hold start cut never hot ten done only 29
hurt today draw own if together drink pick 37
keep try eight warm kind fall seven 44
about laugh far shall better light full 51
show bring long got six carry much 58
grow shall clean myself hold start cut 65
never hot ten done only hurt today 72
draw own if together drink pick keep 79




can select individual goals for themselves by predicting the number of correct or incor-
rect words they want to get the next time they use a CBA probe . Some students are en-
couraged by the rising slope of their progress line, which documents that they are
learning the words . Other students discuss with Mr . Jones ways to increase their
progress line, such as reviewing the words more often by using the Language Master,
using flash cards with a peer to study, finding the words in the school newspaper, or
tracing the words on the bulletin board . Mr
. Jones used to direct students in ways that
they can increase their performance
; now students formulate ideas to help themselves
and each other.
Mr. Jones also uses the quarter-intersect and split-middle methods of assessing stu-
dent performance. Once seven data points are gathered, Mr
. Jones applies the quarter-
intersect and split-middle methods to predict future performance rate .
Extensions and Variations . Mr. Jones could use similar CBA formats for different IEP
objectives: "Given words with different phonetic patterns, the student will verbally
identify the word correctly." "After silently reading a brief passage that contains words
the student already knows, the student will correctly answer five comprehension ques-
tions that are recall and inference level questions ."
L
The guiding principles for developing assessments described earlier in this chapter
should also guide grading practices for students with mild to moderate disabilities .
Whether those grades are determined for general classes or for special education classes
does not change the fact that the nature of the grading is individualized for students-
according to directions and directives on each student's IEP . Data still need to be collected
in a frequent, systematic manner on critical instructional objectives . Much of the data collec-
tion described so far in this chapter may be used formatively to guide instruction ; how-
ever, grades are usually derived from summative evaluations . Summative evaluations
include homework scores, quiz grades, and test percentages that collectively comprise a
student's final grade in a course. Effective teachers are able to present to students, at the
onset of a course, those assessments and their relative value that will ultimately deter-
mine a student's grade in a course .
Ornstein (1994) notes several reasons that teachers use grades : (1) to indicate mas-
tery of specific content at a predetermined level, (2) to determine grouping of students,
(3) to diagnose or plan instruction, or (4) to motivate students toward learning objec-
tives. Wiggins (1988) notes the arbitrary nature that teachers sometimes employ when
determining grades for students when he states, "Students see that even teachers next
door to each other, teaching different sections of the same course, employ different stan-
dards . . . . A grade is usable by students only if the criteria behind it are explicit and put




Explain your grading system to students .
• Base grades on a predetermined set of standards .
• Base grades on the student's degree of progress .
• Base grades on a variety of sources .
In this chapter, we discussed how teachers who follow three principles of assessment
are able to develop and use frequent assessments in a systematic manner on critical curricu-
ACTIVITIES TO EXTEND YOUR KNOWLEDGE
POINT AND CLICK
1 . Develop an inventory that samples a broad spectrum of students' skills or
knowledge within an identified instructional domain or unit .
2. Identify a unit of instruction .
a. Write a measurable goal and at least two corresponding objectives or bench-
marks for student performance.
b . Design a pretest to measure students' entry-level skills on the identified
objectives .
c. Compose an alternate form of the pretest you developed .




Does each form of the assessment contain different items that require students
to perform the same skills?
• Are the scoring criteria for each form of the assessment explicit enough for
different people to obtain the same scoring results?
3. An assortment of performance-assessment methods are available to assess students'
competencies in targeted areas . For your students, identify a domain or unit of
instruction for which performance assessment could be used . Choose a method of
performance assessment and predetermine the criteria for successful performance .
What will you say to explain the criteria? When you dialogue with students during
feedback sessions, what will the focus of your discussion be?
IDEA 97 . Several Internet sites provide paraphrases of IDEA 97 content, as well as ac-
cess to the law itself . Because there are important elements that guide instruction and
assessment for students with IEPs, beginning teachers may find these sites useful not
only for themselves, but also for some of their general education colleagues .
http : / /www.ideapractices .org/idea97a.htm
http : / /www.ldonline.org/ld_indepth/iep /idea97.html
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lunz objectives to make sound decisions about instruction. Furthermore, we described
how involving students during their assessment process can promote responsible, mo-
tivationally oriented, and meaningful learning of instructional content and progress .
We pointed out how decisions that teachers make about student progress can be gath-
ered by using a variety of assessment systems, including authentic, performance, port-
folio, and curriculum-based systems. Effective teachers use the information gained
from assessments to guide their teaching methods, materials, and techniques through-
out instruction, not just on a pretest or posttest basis. Furthermore, encouraging student
involvement by teaching students how to set goals for their learning and to self-evaluate
their performance can increase students' achievement . We discussed how students with
mild to moderate disabilities benefit educationally when their teachers involve them in
their assessment practices. Insightful educators develop meaningful ways throughout
the instructional process to assess students frequently and systematically on critical
skills . By collaborating with students during the assessment process, developing and
beginning teachers can enhance achievement gains and improve learning opportunities
for students with mild to moderate disabilities .
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